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instruction and student learning. Mastery learning is omne way in,
vhich v -luation can be integrated in teaching/learning. Evaluatlon
techn: ' : are also available to measure the effectiveness of
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1.

EVALUATION, INSTRUCTION, AND POLICY MAKING
. By
| B. S. Bloom
Professor of Education
University of Chicago -

Background
Although educational measurement has existed in some form or other for
several thou;and years, much of its development into a complex art and technology
hasg takeﬁ place during the 20th Century. During much of this century the field

has been dominated by the ideas of psychologists, psychometricians, and

Statisticians. It is only within the past few decades that educational evalua-

tion has sought to free itsclf from these ancillary fields in order to find

a

clearer roots in the educational process and educational concerns and proﬁlems.
Psychological and educational measurement was primarily concerned with

the development and utilizatién of instruments that could be used for predictibn,

3election, and certification in welation to students and student achievement.

Such functions could be servéd by specialists farlrémoved from education and

educational processes in the schools. And, in fact, most of the educational

‘measurement specialists wére trained in psychology and statistics with little

grounding in éhe field of education of even educational psychology.

The more recent field of educa}ional evaluation has attempted to make
use of the précisip&, objectivity, and mathematical rigor of the psychological
mEaSuremént field, but in addition has sought to find ways in which

instrumentation and data utilization could more directly be related to

educational institutions, educational processes, and educational purposes.

In this paper, I will attempt to sketch some of the major dimensions of this
work as they appear at this time. -I am confident that this field will
develop in many new ways and that we can only dim.y perceive.a few of the

major lines this work will takeiin the future.

S



».ff’”ff‘bgucagional purpose and educational pvuluation

Bducational purposes, goals, and objectives have bevn with u; gince-.
‘the‘beginning of formal education.} Expressed.in verbal rform these statements
of intentions were useful in giving a genefal direction to the educational
inétitution,but only rarely were they operatiénal statements which guided
either the teacher or the 1e§rner.

In sharp contrast, tﬁe instruments for educational measurement (external
examinations, teachers' tests and final examinations, standardized tests, -tc.)
have always had a controlling force on what was iaught and, even mo}e, on’
what was learned by students. Since the major rewards and penalties of an

educational system are tied to its certification and grading p?oce@ures,
which in'ézrn are dependent on its examination procedures, the te&ching—
-1earning activities of teachers andrstuden@s are to a large extent guided

by whaf they expect will be tested on these examinations. And, in.

countries throughout the world, the examination procgdures have been largely
limited to a single objéctive --the festing of recall ot specific information
about each schoél subject.

Perhaps the major innovati;n of educatiqnaf evaluation was the
development of wéys in which the evaluation process could be integrally
vrelated to the educational purpos;s=§f the ¢lassroom, the school, and
the.natioﬁal-educational system. Much pfogress in this work has been
aocﬁmehted in the many books on educational evaluation, taxonomiés of
-éducational objecti;es, a@&)éurricuium evaluation. While there are mahy
differing views about how the objectives should be defined, who has

responsibility for determining the objectives, and the precise procedures

for evaluating each objective, there is much concensus throughout the world

: on the importance of relating educational evaluation to educational purposes.
Py . : ) _ :
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'Starting with the ploneering work of Ralph Tyler in the 1930's, the
development of evaluation procedures for specitic types of educational
objeétives has moved with careful research and'experimentagion until it
has reached the stage of' what might be termed a technoiogy. While there
are still many opportunities for creativity and artistry in the construction
and use of evaluation procedures, the models and techniques fo? éeveloﬁing
evaluation procedures for major classes of cognitive and affective.o%jectivés
have been specified in relatively clear detail. Having been involved in
this work for over three decades, I have been surpriscd anl delighted ;o
find that most of my students can develop éhe necessary skills for this
work in 3 to 6 months ig contrast to the éeveral years neceasary to develop
similar skills in the 1945's. I attribute muchi of this to.the_factgthat
the procedures are now:more cleurly developed and illustrated in the many
books and manuals on educational evaluation.

‘It is common practice now for all the major educatiénal testing
organizﬁtions to start the construct;on of a new educational test with
a detailed set or! specifications of the qpntunt and objectives to be
tested and then to check the valiiity of the test items against the
detailed specifications. 'Similarly, every new curriculum or resea;ch
project or evualuation program starts with the specifications to be met
in terms of content and objectives, then develops instruments, sampling
procedures, research design, and data hna}ysis in terms of thesg
specifications, The point is that the linkages between educational
purposgsAand educational evaluation are so strong, that systematic
workef;’in most areas of educational research or practice start with
this aimost as the first step in th:ir work. Also, the detailed
proceéures qu making the linkgages are o well developed that evaluation

workers can be trained to do it well in much less time than was true

several decades garlier. q?



3, Educational evaluation as models for teachiry and learning

One of the consequences'or the 1ihk38' between educational purpose.
and edqcational evaluation'is that the cvaluation procegurea become operational
definitions of educational purposes. It is now possible to clasuify.the

‘ items, problems, and brocedures being used in examinations, %‘ests,
questionnaires, observational forms, and other evaluation materié{"
and techniqués to determine what purposes are being respreuented'by
the evaluation techniques. Thus, as in the IEA studies, a collection
) .

of the evaluation procedures being used wiihin a nation.when properly

analyzed‘give more operational informationabout the educational objectives

L ey

of a subject of study or curriculum of a school'br country than doés the *
verbal statements about the course or curriculum (Bloom, 1979).1
Furthermore, the ﬁctual mﬁterl 13 of instruction and the obaervations

of teaching-learning situations can be analyzed to detenminc.the appropriate
evaluation proqedures and in turn the relation beéween the stated objecgiies,h
the learning experiences available to studgnf:. and the evaluation | )
procedures can be cetermined in great detail. From these analyses, one
" can get a better picture of the kinds of learning_being developed in a'
classroom, school; or entire educational system than is likely to be
true from observations thch‘might take sé&erai years to carry out. Thegé
‘analyses-are very effective in predicting (and accounfing for) the kinds
of learning eventually round on major national or international survey
instruments such as.those found in the IEA studies% Plowden Report? and
Coleman Report.4
But, there are even more important consequences of the linkgage
betweéh educationﬁl purpose'and edﬁcational evaluation. One can

determine where the linkeages are distorted between educational purposes,

instruction, and evaluation. Is it that the purposes are beyond the present

Q . i;
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capabilities of the evaluators to develop appropriate uvaiuation procedurex?

If so, then the task of trainins educational evaluators *o construct more

“valid and appropriate evaluation procedures becomes rlear! Is it that

the teachers have not yet learned how to provase instructign for particular
educational purposes? If éo. then the need for pre-service and in-ser&ice
education of teachera becomes clear. If the task of providing such training
appéarg insurmnuntable for economic reasons or because of the pkeaent_
capabilities and training of the teaching starf, then can the situation be
remedied by improvements in the ingtructional uwaterials; by the use of ‘
radio, TV, or educational fiims; or by tﬁe use oI peer tutoring and other
special instructional procedures? “

It is evident that throughout the world students attenpt to learn
the skille, abilities, and subject content that they believe will be
emphasized in the evéluation proce.ures tﬁey wiil be judged on. If they
belieVerthis is lurgely rote information, they will study and prep:re’ -
accordingly. Ir they believe they will be judged on thear ability to
use the ideas and processes in new situations, they will learn and prepare
to demonstrate such abilities. There haa becn a great deal of observational
studies as well as more direct experimentél research on how atudents
learn and prevare in relation to different kinds of exqminatinns. The *’ﬂ
evidence is unmistakeable -- students will attempt to learn what they
antiéipa;e will be emphasized in the evaluation instruments on which they

expect to ve judged, graded, and certified. fhere is little-doubt that

a series of major changes in the evaluation procedure: over a number of
. bl

‘years can bring about great changes' in the learning of the csudents —-

probably more change than could be produced by afiy other single change in
the educétiona; situation. " This is, of course, a two-ed, »d. sword in that
negutive changes (reduction in the qhality of learrir:«) ng well as positive

» & . . A
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changes (improvements in the”quality of learning) can be produced by

o
related changes in the evaluation procedures. But, the cint ot this

) R . . .
relation between student learr:ing and ~valunt;on‘1s that the evaluation

-~
LY

\
/ proceaures furnish modelg of what learning is expecteu and the nodels

+are clearer than-the more ambiguous gtatements of educuiicnual purposes

-

-or the complex fange of instructional muaterials and procedures the -

students lave been exposed to, The clearest guide that students have
) - o .
8s.to what learming (largely cognitive) is expected or tihem is the

evafuation instruments.on which they will befbudggq and graded.

' ) ool . ¢
Similarly, teachers are also guided by the evaluatior procedures as

to what they are to_tehch and what will be expected of tneir studenta. ) ’

Even when the évaluation procedures are made by'the tenchor himself, fhey o,

\) N - . :
define the end learning products of his, teaching and he strives to ‘prepare = . .
. . Fl . .

il students to do well on these evaluation imstrumcnts. if the eygluétion

~2

procedures largely deal with rote types of learning, reachers will

.

prepare their studenté‘for such iyges-of evaluation. If the evaluation

N

procedures largely deal with application of ideas to nev problems (such

as are exemplified in open-book examinations where stuients may refer to
. 1
D

their no;eé or baoks as they wish), then teachers will attempt to develop.
these kinds of learning in thc;r students. It has been tound that one

of the most efrective ways of pre}ariné teachers to teach higher mental - e
processes is to develop skiils for testing sucﬁ processes in the teachers ‘
and to he-  .hem inciude problems of the approp?iate.tyne in their oﬁn

3 N

evaluation procedures. ’

Evaluation as an integral part of instruction and learning

- . /
Evaluation instruments do serve as models for teaching and learning 7

and as such help to guide both the instruction as well as student learning.

Evaluation;used this way is largely a perceptuhl‘phenomenn in that teachers



.

and students have expectations as to the evaluation procedurea to be used
(gometimes incnrréctly) and (ruide their nfforts by their anticipations.

+ Thus, the evaluation prébcjures serve to indicate the goals to be reached

.4 ¢

at the end of 3ome,périod of instruction and learning (usually the end of
o = L ) o .
* Phe acddemic term)¢ >

3

A ﬁqny of ms:hhve gearched. tor ways in which evaluat.on might become a
t . : . .
more integrql-pqrgrof_thp.prqcesa of teaching and learni:g during the

-

actual piocéss.- ¥e had become aWare of the effects of the frequency of
. ’ , . .‘ . o

. .- . -, . ) ("3

teating oﬁlfhevléurnidé_of students (typically the mo:< frequent the testing
the Higher the aghieveMent)} the #ays in which some tecachers analyze the

results of thoir progreﬁs tests and quizzen to determir. iierein they
1 i . . .
should stress certain points, review others, and even provide special heln
» . .
L
to students who have difficulties; and the effecsé ot the kind of testing

. and the'fr@quency of testing on tkhe preparation that students make as well
"+, ag the pacing of their learning activities.

. ‘In+gddition, we became aware 6f the effects of group instruction on
. <4 adm .
the differentinl learning cf studenty within a class. Much of th~ research

on tlassrcom imstruction héé demonstrated that students differ in,their

Iearning even though tﬁeérexi;ally a}f'had equal opportunity to ledrn in
. W B . o .

the spﬁe classroom.. We corceived. nf this differ-ntial learning as errors

in both instruction and -learning Andee‘;qok the positiog“{hét if errors

- 7 ¢

~in student learning are systeﬁatical}y-correqted ét,each stage in the

légrning‘process there shdufd be ljttle varintion in thé final outcomes
~ . . : -~

.88 measured'by a summative evaluation measure. Furthen*u;ey “tudents who
: . . - * ~ - -

have been corrected at each stage of the learning sheld, achieve at a huchf,_
higher level than other students who have '‘not been hnrlped when they qeeded
. : ’ 7 ’ . -
N
it --even though both groups of students.were in the same =lassroom™or were

taught.similakly by the same teacher. \ ) > -

\‘1‘ . - . 11,‘ . .. B .'
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This gys*‘ematic corrective learning hau been termbj mantery learning
and there are a number of teuching strategies to échievu such mantery.
Tantral to most mastery learning strategies 1s the use of fengback and
corrective procedures at various gtages or parts of the learning procend.
While a variety of feedback processes are possible (including quinzes,
homework, Qorkhooks, etc.) it has been found that the development and use
of brief diagnostic teu;s has proven to be most effective. Such diagnostic§
or formative tests are intended to determine whét each learner has learned
in a particular unit, chapter, or pa;t of the course and what he still needs
to learn. In general, these formative tests are not used to.grade or Jjudge
the student and their.main value is in providing feedback to poth teachers
and students on what aspects or elements of the learning unit still need
to be mastered. The suéﬁess or failure of mastery learning work ig clearly
relatedlto‘the degree of efliciency of these tormative tests in pinpointingr

-—p..

the learning needs of each student.
. . b

However, the key to the success of mastery learning strategics largely
.

lies in the extent to which students can be motivated and helped to correct
théir learning difriculties at the appropriate points in the learning
proceas. Many teachers have been very effective in motivating students-to

do the necessary additional work and in findinglways'of providing the

correctives they need., The research done.so far in the United Stutes,
. ~ .

Canada, S. Korea, and a number Sf other countriés suggests that the

development of a'stude?t partner system or providing oppertunities for
- ] ~ . . :
groups of 2 or 3 students to.work together are very effec*ive methods

of motivating each student to make theD%orrectives and in addition this
provides the additional time and help each student necis. Teather aides,
prgg;ammed instruction, audio tapes or cassettes, and other instructional

. ]
material appear to work well in particular situations. In most.cases

B | & .



‘throughout the world, the corrective work follc.ing the formative test

‘feedback is done outside of the regular classroom time.

In the many studies reported by Block (1971,1974)5and by Peterson (1972)6

there is considerable evidence *that mastery learning procedures do work well

in enabliné about 80% of students to reach a level or scnievement which
less than 20% of students attain under non-mastery. or conventional teaching
methods. The time costs for the mastery learning is typi. ully of the order

of 10% to 2Qh additional +1me over the. classroom scheduled time —-for those

" students Qho need it. In a number of studies, it nas tren tound that the 7

" extra time and help needed decreases until toward the end of the course

little or no correctives are needed to attain the criterion of mastery
7

N

on the formative tests.A(Bleom. 1973).

While there are many d1f ‘erent approaches to the improvement of both
instruction and learning through mastery as-well as related brocedu:es, the

effectivencss of most or these approaches is dependent on the use of feedback

P

and corrective procedures. Evaluation plays a central role in providing

the feedback on the effects of ins;ruction as well as on the effectiveness
of the corrective procedures. Properly’used the evdfuation is looked upon by

both teachers and learners as an 1nd1spenqaole tool for 1n=truct16n and .

learning, especially when the formative evaluation is not used to grade -
or judge either teacher or student. -
Many countries have been experimenfing with different mastery learning

strategies. Typica;ly. they are finding that after Lhﬂiformative tests and

corrective procedures are developed by evaluation and curriculum spec1a118tq,

————————the—costs-of—mxﬁtery*Iearn1ng strateg1es are negl1g1ble. Furthermore, they

’1-

are flndlng that the outcomes 1n terma of final achievement, student
attitudes toward the learning and 1mprovement in student general ab111ty

t0 learn under school conditions are so great as. to repreqont positive
—h”

13
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human development in its own right ua'well as economic henefits which
are far greater than might be expected from the time or VOthér costs
incurred.
However, for the purposes of this paper, the main »ouint to be stress=d
is that the use of evaluation as an integral part.of instruction and leafhing
has enormous consequences. We must conFinue to search ror additional erfective
! ways in which evaluation can contribute to the teaching-learning process-

as an integral part of that process.

~

L. Evaluation to determine the effectiveness of instruction and learning

‘e

‘Much of tﬁe use of evaluation has been to determine the learning out-
_comes of barticular types of curriculum and instruction. Typically, the
o attempt has been made- to construct evaluation p;&Eedures that are
appropriate to é particular educational program, curriculum, or instructional
épproach.- Then, an apbropriate.research’design and sampling prochﬁre
has been cﬁoseﬁ to détermine whether in fact the'edﬁcational program,
- course, etc. did have specific tr;ceable effects on the student learning.
The use of'evaluatio;-pfocédures in the development and appraiéal'of
a new curriéulum has already been ably prgsented by Dr. Lewy so I will say.
little more on this. . ' ‘ p
Rarely does a nation restrict itself to single educational program,
curriculum, or instructional approach.for all students of a particular
age orlgrade. xEvaluation is u;eﬁul intdetermining the relative effective-

ness of the different approaches to instruction and learning within & nation.
. 4

‘Evaluation u;ed this way has characteristically been used ‘to determine whether
alternative‘A is, in terms of student learning, more effective th;n
altgrnatiyes B, C,‘D, etc. (alternatives may be programé, ggyrses, qurricula,

;teabhing methods, ciasé si>§<\jnstruct}onal st;ategies, etcy). Inmost of

! ~

the research using this evaluation approach it has characteristically been

ERIC - .14 . o
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.found that the "opportunity to learn' particular content and 6bjectives in
a particular alternative is highly related to the evaluation results for

that alternative. That 1s, if students are taught x, y, and z they tend

to learn x, y, and z, while if they are taught only x and z they learn

accordingly. This seems so obvious that one wonders why evaluation is

necessary.

- However, there are great discrepancies between what an educational

program is intended to accomplish, what students are actually given an

opportunity to learn, and what students actually learn -~ and the discrepancies

have to do with what happens in particular classrooms (opportunity to learn)
in relation to what was intended and the evaluation results.

Thus', .thebasic problem of “the effects of an educational alternative

——

is dependent_on the linkages between the inténded effects of an alternative
(course, program,"etc.), what happens in the school or classroom, and the
evaluation'results. If an educational program is designed to produce a
particular set of results, we must'insure that the appropriate use of the
program‘actually takes place in the classroom, before we can be certain

that weaare‘really evaluating the effectiveness of the program or
alternative. ln response to this‘problem, educational evaluators and
researchers now'seek to establish what actually takes‘place'in the classrooms
they evaluate before claiming they are evaluating the effectiveness-of the
program. Increasingly, evaluators are selecting classrooms and teachers

\

where they are certain that the program is actually being~implemented in

-the intended ways oefore.applying their.evaluation'procedures.

Once they can satisfylthemselves that the classrooms or teachers are
fully implementing the intended curriculum program, or method they can
determine its effectiyeness as well as its difficulties. Then,fthe research

moves to the problems of how the program can be fully implemented in other

1
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classrooms -- training of teachers, orientation of students, appropriate
materials, or the supporting conditions of morale, educational leadership,
supervisors, consultants, etc. which are nccessary for its full implementation

with other teachers and classrooms.

—__perhapsthe matntesson—to be learned from the attempts to evaluate

new early childhood educational programs (Headstart), new programs for the
disadvantaged students (compensatory education), programmed instruction,

r

new curricula (riew mathematics, new biology, physics, chemistfy; etc.) and
_new teaching St;acegiéé is that there aré great gaﬁs between the intended
new érogram and its full realization in the classrooms. In faét, one has
Yto search very carefully before fihéing the few classrooms where ! W |
program fé,fully realized. Poiicy makers who sponsor and give economic
support to the new educational alternatives must be aware that good
intentions (especialiy new ones) are not enough in education. The problems
of how the good intentions can be fully imﬁlemented in the classroom
must be soived before the new program cén be evaluated.

Closely relatéd to the foregoing points is the increésing use of

evaluation to determine how an alternative can be modified and improved.

New apbroaches to education are rarely perfect and seldom are they uniVersél

panaceas. At one time evaluation was uéed to determine whether alternative
A was better than B, or C. It wattered little that tﬁe statistical
significance of the difference ﬁetween the alternatives was rarely matched
by \é educational or social significance of ;hé differences.' |
rEValuationzincreasingiyf is used.tq determine not énly which
alferﬁatiﬁés are supefior,.but also in Qhat respects can they be further
improved. A new curriculum or program may be excellent in terms of |
Eertain characteristics but shﬁuld be -modified in terms of “other character-

’

istics. When the evaluatién and ,other data are prope{}ycanalyzed they

- 1-63 ‘ ‘ . B
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reveal what is excellent about an educational Alternafive, what 1is good but
could be improved, aad what is poor and needs much furﬁher wo£k.
~For the educational policy'maker.or administrator, the basic point 1%
that major chénges ip'pfograms should be instituted only when theré is N
clear evidence_thét a particularAexisting program is poor in all réSpects'
. . Imprévements and modificétions iﬁ existing programs may bg more effecrive
than the creation of entirely new programs. . Not only may they be i.mprové‘i
on the basis of the.evaluation'évidence == it is likely that the enormdhé
costs (economic as well as human) of inﬁroducing great'cﬂanges in teacher?’
materials, and edupational points.of view will be effective oniy‘when all
aspects of the new program afg working effectively in the classrooms and
sthool. Smaller changes cause less dislocation in the schools and may,
‘upder appropriate conditions, be more‘effect%ve in promo:ing improved
instruction and student learning than will complétel§vnew programs., - ‘
Aifinal point to be made on evaluation and effectiveness of insgyuction
aﬁd leafning is that times and conditions chaqge. An .educational program
that is Qery efféctive.at one time may in é n;mber of years be less
efféctive.' A new curriculum thch works superbly in year X may in year X*5

,workn%ery.poorly. The deterioration of pafticular new programs, curﬁicul3’ N}

-teaching methods has been well documented, especiélly in relation to some

4 - . t

of. the major educational changes introduced during the past decade in the
U.S. as well as other countries.
Increasingly, educational evaluation is seen.as a quality control

measure. That is, carefully selected samples of students, classrooms, and

schools are surveyed at particular times to determine whether a'new-prograw
: e - y ' e
that worked well at one time still continues to work well. Or, to determ1ﬂ4

whether particular aspects of the program need to be modified at particula¥®

points ‘in time if the progrém-is to continue to york well in the classroom?’

- - .- : - A
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Sometimes, it is found that the program continues to be effective with
some students and some teachers or schools; but to work less well in certain
respects Qith other students and teachers. Again, the boint is that the
educational policy maker or administrator must not expect that education
can be a fixed and static thing. Times and conditions change and evaluation
can reveal when and where the changes require modification and improvements

in the educational programs.

{ S

Education in Western societies is frequently equated with schooling.

) S. Educational evaluation and education

We support schools-to give nur-thildren and youth an education. We empower

schools to give formal recognition to. the amount and type of educatibn an

individual has compIzted by the use of credits, certificates, and academic

‘degrees.. Most of our writing and research on education deal only w.-h

schools and schopling .
. Recontly, this equation of educatica and schooling has been attacked

~

by scholars "of education as well as by more radical reformers who insist

. 2 . .

that ‘much learning can and does take place outside the school. But equally

important, research on education and research on various aspects of the

society have questiuned some of the .relatioms between the school system and :

C

other subsystems in the society. . :

Research into the relation betweer the schools and the home environment

has been one of the more fruitful areas of study stimulated by these questions.

hY

Home is a powerful educational environment, especially during the,preschooi
and primary school yeafé. Studies of home environments in the United States,

as well as in several other countries, reveal the effect of the home on

language development, ability to-learh from adults, attitudes toward school
22 ' :

learning, and aspirations fof.fufthef'educationiand the occupational careers

)
. » '

sociated with education8 It is .clear that when the home

.

K and life styles as
Q o .
ERIC RS S £ A o
WJ:EEE o TR b : . . .
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and the school have congruent learning emphases, the child has little difficulty

in his later schooling. But when the home and the school have very divergent
Lod

approaches to life and to learning, the child is likely to He penalized

severely by the school--especially when school attendance 1is cequired for

ten or more years.
During the past half-decade we have begun to recognize some of the

Problems ra1sed by disparities between home and school. One approach has

- been to preempt some of the years preceding regula' school by placing children

in preschool programs. Other attempts have been made to alter some aspects,
of the primary- school Still other efforts have been made to alter theé

home envirrnment. There is no doubt that these -attempts to alter the

_Telations between home and school have raised many problems. The resolution

of these ‘problems and the dppropriaté relations between home and school will "’
concern us for many years -to come.

Schools and peer groups are increasingly in conflict, and the individual

appears to learn very different things in these two subsystems of society.

: ESPecially during adolescence do we find these two subsystems diverging.
The conflicts between the values emphasized by schools and colleges and the

values emphasized by various peer groups'raise serious questions about the

Waps in which these two sets of values can be more effectively related.
What me,desperately need are research and scholarship-which will point the
way to the resolution of some of the more disturbing conflicts between thgll
scheols and adolescent peer groups. -

’ . I

Recent research by economists attempts to understand the relationships

between the economic system of a nation and its educational system. It is

.evident that the relations between education and economics may be very .

- -

different for societies at different stages of_industrialization as well as

pa

19
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educatior can be conceived of as investment in human capital has stimulated
. educators as well as economists to>study theAecopomic effects of different
approache§ to education. The view of education as both a consumer or
cultural good and an investmegt in human capi;al alters many of our
traditional views about education and its effects. Thié area of research
raises 1qng—te:m problems about the consequences of this view fer support

of the schools‘and support of students in the schools.
There ére other subéf;tems-in a nation’-— religion, mass media, the

'political system, the status system -- which have very complex relations
with education. Perhaps thelmain point is that education is not confined
‘to the séhobl system and that -very complex educational and other relations
are fourd between the schools as a subsystem ahd the ;ther subsystems;
within a‘soéiety. While we have tended t& think of a system ofvschooling

as relatiVély insulated. from nther parts of ‘the éociety, it is likely Ehat
the schools will be under pressure té relate more clearly to the therAparts
of the social.éystem. Undoubtedly, we will come to reg;;d ecucation during

the school-attending period, as well as before and after this period, as

most appropriately the concern of many aspects of the society. Increasingly

4

~we will try to determine what can best be learned in the schools, what can
best be learned elsewhere, and what can be learned only through an effective

interrelation of‘different‘parts of the sociél.systém.
Evaluation methods are gradually being developed to appraise the/
- learning of a population béth in the school a;,Well as oucside'of the
s.chool. The‘pew‘ideas on national assessment. which are beiné deQeloped
iﬁ a”numbér of Ebunt?ies are effprt;'to;deté?éiné whét has been learned
in”the schools,-what ﬁas been learnea elsewherez‘and what has been lgarned

in the interaction between the schools and qther'subéystems in a nation.

f‘ihis work ;s of recent development and it will be some time befqré

-

20




-17 -

evaluators are effective in determining both the extent of the learning
as well as the source. o - | :
" ‘Once again, the point is that education ano educational policy makers
- must learn to use evaluation and evaluation data.to‘secure a broader
picture of the educational resources of a nation than may be secured from
uiewing the schools as the single educational resource. This is probably
the most- complex problem that educational evaluators and policy makers
must face. The challenges faced by these broader issues‘suggest that
international seminars and conferences may be necessary if the problems

and progress of various national attempts in this field are to be studied

and utilized where relevant %, other national groups.

A implications ' g

Educational evaluation may contribute”tc the improvement of education
in many countries of the world. The enormous resources being expended in
each country for education makes it mandatory that some forms of educational

evaluation be used for -appraising the effectiveness of particular aspects

“«

> of a national educational program, for determining where it 1s in need

of modification or major changes, and for determining how to maintain and

even improve the effectiveness of the schools as well as the related:

eoucationaliresources of the nation. -

. . ' The appropriate training of a cadre of highly competent educational
evaluation specialists is a minimum IEQUirement if a nation is to make
effective use of this rapidly developing technology The support of and

the appropriate relations between such specialists, educational poliey '

makers, and the educational institutions of the nation is necessary. to

: . o . N ,
maintain educational evaluation at a high-level and to insure that the
N :

"evaluation .methods and results play their appropriate role in the
) AN .

continued maintenance and improvement of a complei\eéucational system.

o ' . . . : N » ‘
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